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Foreword

- .This is the fourth issue of the Bulletin of the Scottish Centre Jor Sacial
Subjects. A free copy is being sent to_every Education Authority"and to
. every secondary school in Scotland. Additional copies (price 30p)_can be ~
obtained from the Secretary of the Centre: Cheques|Postal Orderﬂould
be made payable to the Scottish €entre for Social Subjects.
The Editorial Committee wishes to thank the authors of the articles in.
" this issue. It should be noted that the opinions expressed are not to be .
regarded as the official views of the Scottish Education Department, the
" Consultative Committee on the Curriculum or the Scottish Certificate of
_ Education Examination Board. We would value comment on the .issues *
raised in these articles. '
~  Infuture issues of the Bulletin we hape to discuss other aspects of curricu-
Ium development in the Social Sxbjects at both national and local levels.
Anyone who wishes to makeva personal contribution in the form of an '
article of a general nature or concerned with a particular teaclmxg project .
is invited to contact the Direttor. of the Centre.
\‘)\ In addition to an- annual Bulletin, we publish a Newsletter of national
and local activities twice a year and a copy of; this is also sent direct to
\{) every secondary school in Scotland.
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o Editorial

It is necessary tg begin with an apology. This issue of the Bulletin should
have appeared in December 1974, but it has been delayed because of
pressure of other commitments at the Centre. It is hoped that it will
‘be pdssible to return to the annual/gattem of Bulletins by the end of
this yed?., . . !

«Since the appearance of-SSC3, two Newsletters have appeared. The
Newsletter aimg,to provide up-to-date information for practising teachers
of current projects. and accompanying materials. In addition, the first
Newsletter summarised the work of development groups set up by educa-
tion authorities and collgges of education, and the second Newsletter

contained reports of national in-service courses in the Social Subjects

held between September 1973 and September 1974. A third Newsletter
is planned for September 1975. , _

1974 was a year of great activity at the Centre. Three more units
produced by the National Working Parties in Non-certificate Social
Subjects in SIII and SIV were made available. These units—“The Car,”
“Our Town” and “The Scope of Leisure”—proved extremely popular and
the Centre was hard pressed to meet all the demands from schools. Since
the end of the year, .no further copies of these units have beer made
availablé pending the results of an extensive evaluation conducted on

them. , The issue of the SI Geography Teachers’ Guides created great '

interest, stimulated by a series of in-service courses. Five sets of the
rpaterials produced by the National Working Party in History SI and SII,

and also the first unit of the Jordanhill College of Education History

Working Party appeared. Towards the end of the year, the first Economics
unit “Production” also became available to schools on the basis of their
willingngss to assist in further investigation of the feasibility of teaching
Economics in SI arfd SH. A new area of interest for the Centre opened
up with the production of Annotated Bibliographies for the Alternative
“0Q” Grade in Géography and the new “O” grade in Economics.
. Details of the 1975 programme of piloting and wider digsemination of
materials were ;;iven in Newsletter 2 distributed to all $chodls in February,
and it will be'seen from this that the multi-disciplinary programme=in
SIII/SIV and the single-discipline programmes in SI/SII are proceeding
apace. The Scottish Central Committee on Social Subjects has set up
in the past few months three new sub-committees to examine the issues
of primary/secondary liaison, the needs of the least academic pupil, and
certificate courses in Socia] Subjects, and as the work of these groups
Dprogresses it ‘will ifevitably affect the commitments of the Centre.
The articles in this Bulletin directly or indirectly reflect these issués.
B. J. McGettrick, Educational Psychologist at the Centre, writes of the
nature of curriculum evaluation, and his article is a significant follow-up
to the successful Symposium which he organised in May 1974. The
contributions to this Symposium have recently been published as an

Occasional Paper of the Centre. T. H. Masterton’s article reveals his
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deep concern for effective ;ﬁ'lmar)y/secondary liaison in Gepgraphy, whrch
was the theme of the national in-service course in Stirli i University in

September 1974 which he ably directed. H. ‘Jones has provided a valuable
insight into important criteria for devising materials fgr slow learning

: chrldr , and his contribution is partrcularly trmely in view of the Research
Projec which the Centre will be spensoring in this’area of the curriculum

3 between April 1975 and June 1976, The article by M. . Ciesla examines
the place of Physrcal Geography in.schools with part cular reference to
recent trends in examinations, and N. Sidaway has kindly allowed the
Centre "to publish an abbreviated version of his talk/ on History in the
Certificate of Secondary Education in England and Wales, which he

gave at the national in-service course in Jute 1974. Fmally, another
important issue—that of European Studies in schogls—is explored in-an
article from R. A. Wake, which first appeared in the Trends in Education

magazine produced by the Department of Education and Science in 1973.

. Contributions to the Bulletin reflect individual ¥iews and are intended
*  tostimulate discussion. So far, the response in the/forar of correspondence
sand other comment has been dlsappomtmg I hgpe that the articles in the

present issue will open up interesting ‘area$ of enquiry, which can Be
pursued in future issues. I hoge too, that other teachers will emulate

Mr Ciesla’s initiative jn sending articles for copsideration by the Editorial
‘Committee of the Bulletin. A major part of the work of the Centre,is

~ commumcatron—and this must be a two-way process.

o I would like to thank all members of staff/of the Centre for their loyalty .
and dedication. The work of a curriculum development centre is essentially

a co-operative activity in which the contribution of each rhember,is vital.

5 ! -

T. KEITH ROBINSON.
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* school curriculum. o : '
" A more general term in current use is “slow learner.” This accepts that

Preparing Materials .

for Slow Learning Children— )

Some Guidelines -~ = S

G. HOWEL JONES, Lecturer in Remedial. Education, Jordanhill'College of

Education. . : .
* . b ) )

" What’s in a name? When - preparing a f)aper on this particula'f topic

' oneyis faced with the problem of choesing the most appropriate term to

describe those children for whom we seek to plepare materials, There is
no shortage of altérnatives, Indeed, this multiplicity of terminology is
indicative of the dissatisfaction felt regarding the-adequacy of any one
definition. It also ingdicates that there iamuch current thinking resulting
in development both of understanding, and, hopefully, of provision. Before

. embarking on the principles of preparing materials, it would be worth

while, therefore, to look at the children concerned and, how they are
variously labelled. - o e s -
_Traditiodally, many such children were described as “the modifieds.”
This term, frequently applied.tg the pupils; originally described the courses
such non-academic child{en should follow. It whs learly recognised
then that there were many secondary school children who deeded a
course much more.appropriate to-their apparently limited potential than.
that followed by their more academic peers. The important implication
here is that the.norm was set by the néeds of the academic child. The -
poor “modified™ child ‘was, consequently, skbjected to-a watered down
form of that curriculum. Today, one might argue that the needs of the
“modified” child should be a main criterion for thé modification of the

such &°child is capable of learning, but at a much slower pace. It call$ -
for,cOnsiderqﬁon regarding suitable “learnable” material with an appro-
Priate reduction in the rate and amount of learning. With this considera:

~tion in mind, there is no reason why the curriculum-for a slow learning,

child should not be'as interesting, relevagtand involved as that of a mote
able child. . . ' '
Lack of ability is seen as basic to slow learning and so, in many schools,
the terms *least able” and its partner “less able,” are used for the
‘‘remedials” and those just above. Such a lack of ability is usually indicated
by a low score on a verbal reasoning tést, confirméd or otherwise by his

_performance .in class. While recognisirig one of the major causal factors ,
of slow learning, such.a term tends to imply categorical failure.. Children -

are least or less able in comparison with the “normal,” able child of.the -
secondary school. Tt ééfféil'rﬁ)y contributes to the reduction pf a teacher’s
expectations for such a group and a consequent damage of the child’s
self image, contributing' again, to an added sense of failure, . . °
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A more precise term is that of “children with specific learning diffi-
culties.” It acknowledges that such children do experience failure, are
" slow in learning as compared with others in the school and are limited
“in their ability, but that these characteristics are the manifest effegt of ene -
or a number of contributing factors. Recognition of this fact will prevent
educators from grouping all such' children in the failing category and
treating them as being different in kind rather than suffering the handi-
capping effects of differences—some very serious—in degree.
What, then, are these contributing factors and how do they manifest

themselves? * N . o
* CHARACTERISTICS OF SLOW LEARNING CHILDREN = "~ °
Intéllectual ‘Qualities - ’ . o :

- It is natural to expect in an acadeniic setting, such as a school, that
* . \,intellectual factors will be the most importdnt in facilitating learning.
As has already been implied, many failing children are lacking in general
s intellectual ability, resulting in defective awarehess of -that which is not™ -
immediately apparent or so sensatienal as to attract their attention. In
providing materials for the slow learner, it is important to keep this
.in mind for any work in which he will become involved will need td be
relevant to his world, and, if outwith that, will need to captivate his
attention, to begin with, by being sensational. The sight and sound,
smell and touch of the real thing are of far greater effect than a purely
. verbal-description. . i .
Cognitive Development . - .
~In_ terms of cognitive development slow learning children experience
difficulty in seeing relationships—and particularly so when such relation-
ships are of an abstract fature. In developmental terms.such children .
are still at Piaget’s concrete operational level of thought. _
A ‘glance at the mental ages of children in a'mixed ability SI class ~
will helpito illustrate this. According to present figures there are likefy
to be four or fivé seriously failing children in each class. Mentally, one
of these would be fupctioning at the Primary 4 level, two at the Primary 5
level, and one or two at Primary 6 level. .Such children’s lack of learning
ability is largely due to a deficiency in cognitive functioning at the level -
one would expect in a secondary school. Thinking -at this level is not
~ only concrete but discrete. Whereas a more intelligent child can relate
‘ separate aspects into‘a whole pattern, for the dull child eath event is
.separate. So themes are not qujte as relevaat as fopics. “My house,”
and “my Grandad’s house” o “‘my Aunty’s house in Canada” mgan
much more to him than do thé general themes of historical or geographical
housing. . - ‘ : ’

Language Experience .
An additional factor in slow léarning is the extent of language experience
and linguistic eﬂ:lciency. .A child from a background rich in language
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. patterns clearly has an advantage over someone bereft of such stimulation.
_Suffice it here to point out the implications of this in the provision of T
materials. Slow learning children both need something to talk about—
hence the importance «of a variety’ of primary sources—and also an
. experience of the actual talking, particularly if there is the element of
verbal, guidance by the teacher and others who provide the language
patterns. This development of intelligent verbalisation—which many
) primary school children have, and quickly transfer to paper-Lis essential
. for slow learning children at secondary school level.
Reading Ability - ) . )
A further area of deficiericy is that of reading ability—or lack- of it, *
~ Again it is suggested, from present assessments, that in a mixed ability
class there may be’three children with reading ages below 8. These are !
still in need of teaching and practice. Their reading is cumbersome, they
halt to make out “‘what this word says” so frequently that, coupled with
their inadequate mental functioning, they lose the context of anything .-
they read. Another four children have reading ages below 9 Jyears 6
months. Mechanically, these will be quite fluent readers but the indications
are that the quality of théir reading, both in terms of general comprehén-
sion and reading for specific purposes, is far below that required for
effective functioning at secondary school level. - - )
In addition to these intellectual factors such. children may also suffer

from emotional factors.

~

Emotional Factors — . » . boa
Personality disorders or environmental pressures ¢an affect a child’s
performance. Such children are not unable but “unwilling.” Their
problem is not so much one of ability as of motivation. This is especially
. true of those children who have already experienced failure. They now 3
accept too readily their limitations and compensate for them by introspec- . - @
. tive oranti-social behaviour, or they may resort o the familiar activity
(e-£. colouring with excessive use of felt tip p&n) because of a desire for

- securitys _ ] . :
"' Materialg for such children need to be both captivating and engrossing,
7 allowing for a deep level of involvement. ’ '
Physical Factors - s :

Some slow learning children suffer from certain physical disabilities..

In some cases this affects perceptud-motor ‘activity manifesting itself in

" clumsiness, restlessness, untidy work, lack of co-ordination and poor

spelling and handwriting. Whereas slackness deserves firm treatment,

e the existence of poor standards of work due to minimal cerebfal dys-
. function should be accepted: with understanding. N B

Slow learning children, \while sharing the common ‘deéxfomfnatqr of-
relative failure, are individuals, each suffering from specific learning .

g.'véculties. So‘me will want to learn but are unable, others able but not

—— .

‘ 9

.
e
~,
f .)/
-
L ~
S
1Y
V4
L
o



deyelpped. : , .

Rigwbss ™ -
o Afthc)ugh the slow learning child feels secure:in familiaf foutines there

[

/
I8
i

wxllmg Yet others did ‘want but because of so many fruéktratioh's have

- giyen up. Some struggle .on despite disheartening odds. In the present
“climate of curricular planning for such children in the context of com-*'

prehensive edugation are there any guidelines for meeting their needs by . -
providing appropriate materials? o o

prNcELES o\

There are three basic ixri.nciple_s to bear in mind when.selecting or using K

_materials. %

- »

Relevance e a . T

. Any materials uéed should have.a content and format thét is rel'evantv'to

the child who is experiencing: learning failure. Motivation is generally -

‘quite low and so his attention rieeds to be captivated. - Items that are of
immediate interest from his familiar world will be seen as relevant and

- linked, with real life. Whereas the curriculum’ designer’s tendency is to - -

expawid;on a theme, the slow learner is quite happy to become involved— .
albeéjt siperficially—with items of relevance from his immediate environ-

mept and beyond., - . oo N
Relevance for the slow Itarner has another application. To him, schocl
is work; work means reading and writing in books. Projects can mean

" play and activity that is not work. Initially, it may be nécessary to provide -

material in this traditional form so “that he can be. given the feeling that

k cards, keeps asking for a proper book! . N

" he js doing real work. Many a child, at present deluged by innumerable - ’

WOF
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“"Fhe 'second principle is that of routine procedures. Variations can’
engeader. insecurity. Therefore, the slow learnér—patticularly in the
least able category—likes standard routine procedures with which he is
familiar, This*applies both to the activity and also to any end-produet
he is-asked to produce. Itis an echo of:the primary school procedure of
“reéad, write and draw,” On the other h?nd, retarded children failing..
bzcause gl[Enon-intellectuaI handicapping factors are‘not so bound by
routine; - They, too, like to know. what is required of them, but are much

- more. amenable to variation than,the dull child. For them, routine is '

helpful’in that it enables them to utilise strategiey which they have

2 Y
. /

should; .nevertheless, be a -deliberate attempt to enrich his curriculum
and extend his experience ir realistic terms. .

0 ——
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{6 With these general principles in mind it .is worthwhile thinking of
materials in terms of: . . ‘.

N Sanrce \

) Verbal descriptions tend toward the abstract and make, dem;mds on both
= imagination and experience. ‘For the slow learder verbal descriptions can

are primary sources. R . .
«These can take the form of visits to such places as museums, factories,

‘ ! locations, using variqus formg of transport and at different times. Fhis -
. helps to provide the sensational elemient so ‘essential to awareness. Children

can thus see and hear, touch, smell @nd taste for.themselves. This is

experience of a real world. M. Harrison* describes children’ reactions

 » . to being allowed to.touch museum exhibits, put on old-fashioned clothes, -

etc. * . ' '
«Films and video tapes-are a useful second best for primary sources and,

- in'some cases, are better. Camreras have easy access to places and situa-
tionsproviding an ‘almost real experience quite cheaply as and when
required. Where such devices fall down is that they are made with a

..~ general audience in view, so

. . provide their owir commentary-—much more adaptable. - *°

In spite of the popularity. of audio visual media, books still play an
important role as sourcé material. Failing children spend much time

. looking through non-fiction books, particularly encyclopedias; attracted,

« ¥ no doubt, by the quality of the pictures and illustrations as much as by

: the content. ” . -~ : C, -

There is an increasing supply of information books suitably written at.:

a sophisticated interest level.  Books used in this way need to be simply

vygitter;&in short sentences providing direct statements of: factual informa-

!7 tion.

S Some schemes such ‘as Macmillan’s “Way to Work™ series .extend from

) such simple information out into si ted actiVities of calculating wages,

-deductions, etc. Another series—R.A.T.A. books (Schofield & Sims)—
takes the novel approach of describing the geography of Britain through
the eyes of Zig and Zag(Tom Thumb size visitors from another planet
in their tennjs ball sized space capsule!). oo .
This list of sources, could be extended to cover actual pamphlets and
brochures. Sets of pictures, either commercially produced or made up,
by the teacher, are also of considerable value. The proliferation of colour
magazines' provides an endless stipply of such material whereby a picture
4. is worth more than.a thousand words. - ' '

-

.

I

. Procedures’ - L . : L - -
- The problem these days is not so-much in the area of availability of
material but in that of how to use it. Thus it is worth thinking -about
= 1\;[ 9Harrison. Learning and.Enjoyment. Remedial Education Journal, Vol. 44,

1969. - b . <

S o . ' c [
. . a .
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. be unrelated and meaningless. Of much greater interest and value to him -

any of these books take familiar situations as their starting point.

t

I

.

teachers may find filmstrips—where they can ~ .
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which'pr&:edures to follow. Slow Jlearning children sometimes lack

initiative of the right kind. They need help in this respect., ’ .
Somé preliminary, considerations are those of storage location and

indexing. Colour oading can be quite helpful here by intreducing a single,
concrete reference, e.g. books from the red shelf or box in place of the .

more ahstract concept “biographies.”. In drawing up ssignments teachers

wouldl do well to specify clearly the squrce for any task required. This -

needs to be done in very specific terms such as page numbers and book
“references at the end of the question asked or ipstruction given, .
_ The actual work that children do from, materials is facilitated by the

use of worksheets or workcards. The former specify work to be executed

from other sources while the latter are thoré self-contained in that they

- provide all, or. most, of the information a child needs to complete an

assignment. . - \
Within this fairly regular procedural routine -there should also be
opportunity for exploration, discussion and involvement. Verbalisation
engenders a- greater degree of awareness—the deliberate drawing of
attention to the .hitherto_ ugnoticed. Equally, involvement brings into
an activity a greater degre€ of relevance. A previously unfamiljar situation

. now becomespart of the child’s newly discoveféd world. .

End Products * e o .. -
Finally, the-provision of materials for slow learning children should

- allow for the format and nature -of end products. For the child of dow
. » intelligence these will need to be fairly simple and soon completed. CGolour
= <can help to-compensate for poverty of content. Workshegts and written

assignments, though of a primary 'leyel, ¢an be collated and stored in a
sophisticated loose leaf folder thus giving an acceptable outward format.
*  Children suffering from'specific factors often experience great difficulty
with the actual production, especially in terms of handwriting and drawing.
<This can be tompensated for by making use of mechanical aids such as
typewriters or tape recorders.. . :
isual presentations mean much to slow learning children. These may

be in the form of simple charts and diagrams or the more complex forms of

. content in' a mature format. Essential to this is an ade

imodels and labelled displays of collected items. Yet again a simple content -

L

. »

can be made to look more adult by using sophisticated display'techpiques g

(e.g. Dymo labelling/and typewritten descriptions). 7
Working with slow learning children calls for a careful blzyd of immature

appropriate materials. For, as they provide the original spumulus, so also

are they the evidence gf work accomplished. Something from which a
slow leafner derives both a sense of achievement and satisfaction.

12 B ) N ! \;./ J
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' Pfimaw/Sécéndary Liaison in
 -Geography - -

.' THQMAS H. MASTERTON, Principal Lecturer 'i.n G*ograpliy, Moray . -
" House College of Education. . _ : .

le%jng the 1974 National In-Service Course* held to discuss “*Geography
. in the age group 10-14,” much discussion took place on the nature and-
problems of liaison between staffs of primary and secondary schools.
" A dichotomy emerged and was made explicitin such personal comments as:
“I (have .to) treat them all as knowing nothing and start from the
. beginning in S1.” . / o v .
. “My big boys and girls are resﬂ/onsible people yet they become over- .
night first year kids herded around.” _ ‘ : '
. “What dre primary schools teaching (in Geography) these days?”’ _
“We did not know of the existence of an'SCCSS scheme for SI and SIT!”
“First year (pupils) just won’t sit still?>* . .- P
.. Such lack of knowledge and understanding by one staff of the work of
the other, for that is what Such comments reveal, is implicit in the philoso--  -**
phical and admiristrative separation of these two parts of the educational :
services. The part to be playéd here, by, the development of the middle
school il this country has yet to be positively assessed. - R IR
It is clearly time to be very critical of this separation and to seek ways o
of reducing the very adverse effects.- “Gateways” must be cutsthrough
the “walls” that separate primary and secondary schools. Such “gateways”
can be formed from the recognition of our common aim, purpose and goal
that children should grow in wisdom and that each,_teaclger at each stage
‘ has a special and significant role in the development of such wisdom. ;
- ... It must be said of course that much liaison has already taken place and - .
3 ‘that links already exist, but these tend to be administratively centred or %
k even “personality centred” at times. S o ' .
f oy Consider .models A, B, C, D, overleaf, S
F

4

Adviser-centred ‘and college-centred links exist (models. C and D). .
Such staff commonly accept, or are required by condition of employment to
accept, the responsibility for maintaining and developing links with schools

* and with each other, - . ’ . T :
School-centred links also -¢xist (Models A and B), and encouraging
examples such as the Newlands. Primary School angbRiversi_de Secondary
-School co-operative venture, were ¢ited at the National In-service Course. .
In this.example careful studies:were. made of the different approaches to -
map work and local study.in the upper primary (Newlands) and:the lower
secondary (Riv¥¥side). ~ < o o S '
# National In-Service Conference -1y
« * Stirling University in September; 19
#Lollege -of Education, . Main themies
Concepts and Skills in Geography i

eography  10-14* took place at
der, the aegis of .Moray House = -
Primary/Secondary Liaison and
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. These links can, on the other hand, be at the low level of a social occasion
sach as an annual coffee/sherry party or the passing on of information
about pupils (mainly problem pupils!). As such it'would be most unlikely
for any sense of common purpose to maintain itself and it has been noted .
that such *“‘conversations” may readily end in disillusion and even dislike.

However, it is also unfortunately true that primary school stafl may
have intermittent contact .only with College staff, S.E.D. and Advisers
and little or no purposeful educational contact with staff of other primary
schools and with the local secondary school.

That such links are indeed not only desirable but essential for the health
of education in schools may be seen if we look bricfly at some ends,
outcomes or objectives of fizisén and links.

Firstly, there is need for information and knowledge of the curricular .
and teaching, methodology and expectations in areas other than one’s
own. Secondary school teachers cannot develop a worthwhile concept of
the primary school without themselves having contact with primary school
teachers and pupils and their work, to provide the precepts on which
understanding will be based. It can be argued that the secondary teacher
might well be introdiiced to the work of the primary school in pre-service
days in the Colleges of Education. If College Boards -of Studies can be
persuaded to accept this, then they could surely programme such an
element into the appropriate courses. It can also be argued that primary
teachers in pre-service would profit from a similar introduction to'second-
ary work. . ' »

Secondly, there is need for the obliteration or at least diminution of the
rather absurd discontinuity in curriculum between- P7 and SI. Primary
and secondary staffs can turn their joint attention to the construction of a
cqntinuous developmental programme covering P6, P7, SI, SIE and leading
with as little a break as possible from one school to the other.

Thirdly, there is an obligation on the staffs of both schools to try to
‘understand the methodological emphases used in both schools; ta relate,
- what they wish to do to psychologically appropriate learning situations -
and to recognisable stages in development of -the child. Such liaison can
help to create a “rhythm” jn the education of the child. . z

Fourthly, some may also view such linkage in terms of gaining “in-
fluence” and promoting their points of view. Wherever people meet and
talk, “influence” is usually exerted. The only way to avoid being influenced
is to lock oneself up in a soundproof Toom! Whil¢ such motivation may
be questioned on a number of grounds, the conversations and,discussions
that will follow, if between open mingds, can only expand hérizons and .
open new ways, or'at least turn people to look again at their old ways
and the restrictions of their old horizons.

When ignorance exists, it is possible for a university lecturer.to say of
Geography in the primary school, “But_that’s general knowledge!”
It should be—it should be no other—it canhever be the highly specialised
knowledge of the urban geographer or the professional geomorphologist.
~ The child begins as a generalist, open to all thé stimuli of his environment
and at pre-school undiscriminating in his perceptions of the environment. ‘
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As he passes through tne prlmary school, he properly becomes more
discriminating “in his perceptions and his conceptions become more
structured, but he is still not a professional or academic “‘geographer.”
Even the main aim of the Alternative Higher' Grade Geography syHabus
is a contribution to “‘general education” for the 17/18 year old. o
A primary school teacher may also, for quite different reasons, express i«
the view “that I am only able to concentrate on general knowledge because
I-am not a_geographer myself.” Knowledge of the special contributions
in terms of gcograpliical ideas and geographical skills qmay s1mply be *
lacking, because no opportunity has ever been given for that primary
teacher to acquire such knowledge.
. For the latter viewpoint, surely what is needed is an analysns of the
contribution of the subject in terms of skills and concepts, simply expressed,
. avoiding the jargon of the professional geographer, and therefore readlly
understood and appreciated by the non-specialist as applicable to the
work of the primary school. This may. indeed, also help the academic,
-‘who is on occasion unsure or unconvinced of the value of his contribution
at educational levels other than university.
Liaison, as it is discussed here, may have" much to offer. If it does
nothing else in the short-run but increase kn6wledge of other sections of
- the education service, then it must be worthwhile.

These Ends Suggest the Following Means

There is no acceptable continuous curriculum ranging over the latg
primary and early sé’condary stages (in Geography at least). If such
existed, the pressures to use it would be great and probably irresistible.
The opportumty hence exists for teachers in primary and secondary
schools to take into the,r own hands the development of their own curricula.
Guidance’ and advice from elsewhere can of course be offered and should
be considered, but here is an opportunity for teachers to discuss, and to
decide among themselves the material and manner of their work. * The
considerations and criteria propounded by the Primary Mgmorandum
and by appropriate Curriculum Papers might then be compoﬁnded mto a
dynamic, workable and acceptable unity,

The objectives and conterit of the curriculum, common and lasting
interests, are then a practlcable catalyst of liaison. Consider the models
on the facing page. Each sthool ig symbolised as the “fruit” of the
sycamore. Each * ‘seed” repusents the curricular interest.

There is no egocentricity in this middel (Fig. 2). The focus or link 4s the ¢
curricular problem. The skills, the thoughts and the solytions are those
contributed by all concerned, whatever their institution.

A close enough analogy can be found in the Edinburgh Branch of the "
Geographical Association at’the time when it produced the“.ﬁrst edition
of the Atlas of Edinburgh (Fig.

Close co-operation on that
standing.

Such dlscussmns need not/be mstltutlonahsed They need not, and, it
can be hazarded, mugt not Become the sole prerogative of promoted staff
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in primary school and assistant head teaehers (curriculum) in the secondary
.- school. If such occurred, much value would evaporate as the resultant
progressive curriculum would be one of imposition rather thdn one
“developed by classroom teachers. Promoted staff and €urriculum heads
would, however, be the ideal co-ordinators, the bringers-together of the
teachers to be involved. o o _
In any pattern of Jiaison the secondary teachers must first,clarify and
extend their concepts of the primary school situation and.primary teachers
must do the same for the secondary school. ~ . : .
Such concepts, the organising ideas on which understanding is based,
must themselves be based firmly in the perceptions of reality. Secondary
school teachers must look, listen and ask! Not with the bland smile of
assured (assumed?) “academic’? superiority, or the acidity of the self-
righteous critic of reading and writing standards; but with the open mind
- of a .seeker-after understanding. Dgarden’s ‘‘Philosophy of Primary
. Education” may help if read by both staffs. . ‘ o
It must always be remembered in any liaison group that some primary
staff may/ be fighting to -overcome unfounded and ill-based feeling of
"inferi?ty,” and that-this can lead to’all sorts of inhibitions. It must

also be porne.innind that our rules of certification and’registrations can
still pefmit teachers of Geogr¥phy in secondary school who_have but
Jne cotirse in General Geography (alongtwith Economics or Geology),
while graduates with three university, courses in Geography have entered
the primary sector. «~ ’ : : .
Not alt staff need to be involved at first; only a few may be interested
It i$ probably best to move gently and -circumspectly in early stages. -
Those responsible for the initiative- might well consider involving at the
start only those they know, or suspect have some sympathy, and are also
able to avoid “specialist jargon™ and “putting their,subject first.”
-, Initial personal contacts are of the greatest significance. If they are
/; soundly made, a structure for discussions can be created. - o

A3 L]

~ i

A Suggestion of One Way to Proceed , _ :
Two primary school teachers offer an “in-service?” afternoon to their
local seconddry Geography teachers. They are working in a semi-open
- plan school, with access to a small but well arranged resource area.
. ., They are coping with mixéd ability classes. L S
All of these features are of interest and concern to the secondary school
*staff, who will very soon realise that the primary staff have expertise and
are willing to show and discuss their methods and offer advice on the
. teaching of mixed ability classes. Secondary staff may soon realise some
. of the reasons why their first year suffer such trauma in moving from one
school to the other. |, . ‘
» During such a discussion one of the primary staff asserts the ‘poverty of .
the local envirdfiment'as an aid to teaching/learning. This is challenged ¢ % -
by a Geggraphy teacher whe points to examples of its richness assuch an
aid. They agree to investigate the locality together and prepare an analysis

+
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" of its potential for outdoor work. They might agree to take this further, _

- _~4and to identify those concepts which might be developed by study of. B
. (;ocal phenomena; for example: . ‘ .
. ~ ~ -a river course - sphere of influence
e avillage ~ , . changing land-use
-+ = function (of buildings) - ‘ 1;93(1 metwork ., \\ o
They might try to reach agréement on which will be taken up and taubht
. in primary school, to be extended in secondary school; and which will be

left wholly fo secondary school, . : o Cah
Discussion of this type is bound to.touch on .skills of map reading, -
and it should be possible to reach some agreement on which skills should be "
introduced in primary school and reinforced in secondary school. For’
example, the use of Cartesian-co-ordinates as map references can clearly
be introduced in primary schoal. roe E .
..~ If such agreement can be reached, a major step forward will have been PR
- taken towards a.progressive, contifiuous curriculum fully acceptable to
o .these schools. . v o . .- '
There are, of cqursg, dangers. If incompatiblqn personalities are forced
together, goodwill carinot develop and compartmentaligation will return
with a vengeance! ' ., -‘ L
The secondary specialist should constantly guard against attempting to ]
_ . push into the primary school methodology and approaches which might be -
< appropriate to, and good for, the pupils and their geography, but might
be quite inappropriate to the general education of the younger child. -
An unhappy precedent exists: s e
: The developrhent te a high level of powers of critical and creative (- ‘. - °
. - thipking are essential objectives in an undergraduate course in university, '
-~ and university staff would most properly deem them so te be. Such attri-
. butes of critical thinking as analysis, synthesis, evaluation, and research,
-  arg all, of coursk, essential to university. and advanced work. Unfor-
.. tunatgly, they have on occasion been debased and superficialised to fit into
-+ = secondary school ourricula, and accepted by many: Secondary schoel
staff must not attempt to produce such a “watering-down” for primary
. school, and primary school staff must not accept it. Value to the immature
mind at its particular”stage of development is all-important and each
- proposal must be scrutinised with care. o,
= - Intrinsic to all of this is, of course, a proposal for in-setvice work—
. '« true in-service work, conducted (largely) by teachers far teachers—by
- practitioners for practitioners—with- the solution of cammon-problems
in thind. In August 1974, during a pre-session in-service week, an Edin-
. bprgh primary school opened its doors to.the staff of thé local secondary
.. " school. Teachers were in their classrooms, though withgut pupils, and the -
- secondary staff were invited. to view pupils’ work and discuss problems and
: possibilities. Althotgh it has to be said that the responge was rather poor, ’
o the idea was nonetheless good, and suggests a valuable use of the pre- -
’ sessional in-service week, where that exists. - . .
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-, But the greatest value of this kind of deVelopment is to the pupil, .
‘providing a greater sense 'oE?continuit): and security and a more valid -
programme of work fo assist intellectual and social development. This
is the real strength of this proposal. o L SN
In Conclusions -~ R ¢y,
- If this article is%een to be provocative, such!challenge can be justified

by the existence of a situation in which action must be provoked.
g e%n an experimental basis and as gnoutcome to the In-Service Conference

- “Ggography 10-14,” a number of “nests” of secondary Geography §taff
and primary staff are in process of being put.together. The progress of
their work will be monitored and co-ordinated. In due cougse this experi-
ment will be fully reported and should thereby provide useful guidelines. °

The National . Conference “Geogra:lphy 10-14" will therefore have

- fulfilled its mairf objective and have acted as a “spearf\ead” of §evelopment. )
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 The History Project: a Method -
- of Examination? .

QNIGE_L S DAWAY, Head Teacher, St Aidan’s School, Carlisle.”

b Q

- “At eitherjend of the age range, it is 2 commonplace for teachers of History
to give stope for individual study: early in/the primary school a childs’
imagination, is stirred by vivid stories .of ‘}h past and he is encouraged to
reconstriict his own version of the t of life in the Stone Ages, or
the thri]l of exploration in the 17th century or of the miseries of children
of his gwn age in early industrial Britain. At college and university, the
thesis, the dissertatioq, the  research project are held up as the height of
histori¢al skill: t\h%endgging of original historical research into elegant
p;?i? r nowadays the economit or demographic presentation of statistical
validity.. . : . s T

-Wo;'king inwards from these extremes, in the early secohdary school the
indizédual or group project, pérhaps on seme local theme, is an accepted

_ teaching technique both to stimulate interest and to "develop skills which
® are
».relevdnt data and its presentation in a'logical and interesting-way, the
assessment en route of variation -in point of view, the curbing of the
sweeping generalisation and, most important, the presentation of &
conclusion. Later, at the age of 17 and 18, the senior pupil specialising
» in History is guided, basically by means of the longer-essay, further along.
this road to the formulation of an individual balanced point of view. N
Why then in the middle of the course is the teaching so often arid ahd
tHe spin-off in terms of m;xture adults who remember their:History at
* school with joy so limited? Why have the efforts of our best teachers
both north and south of the Border been directed to prodiicing generation
after generation of Pavlovian puppets regurgitating sterilised notes and
losing all interest in the subject thereby? ’ .
Of course, there is only one gnswer®the straightjacket of the public
examination Both sewn and worn with such pride by the very teachers who

" should be prdviding the infellectual fréedom and ekcitement which their * -

beloved subject can bring.. Deep down it must be something to do with-

the Puritan’ethic: “Suffer as we haye $uffered and in due course enlighten- '

ment wili-dawn!” But unfortunately the study of History in the years
up to 16 is not an initiatory rite from which all will emerge with pride.
For most of the population the 16 plus examination is the end of the road.

If an Englishman may tread delicately on Scottish corns and cast a
glance at the Alternative, History syllabus for Ordinary grade, he can
find the key statements. Candidates should gain a fuller understanding of
the subject matter and should be encouraged to form their own judgements

ased on the subject matter. They should also learn to employ sound
methiods of study and be able to enter imaginatively into the life -of the
past,-/fs :Excitement is hinted at later in-the detailed syllabus: candidates
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nerally regarded as part of the historian’s craft—the copilation of,,
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should have “enough familiarity with the poems of Burns, and parts.of
Galt’s Annals of the Parish and Elizabeth Grant’s Memoirs of-a Highland
Lady to catch through picturesque details the spirit of the period.. Con-
temporary paintings by e.g. David Allan and Ragburn ¢an be of similar
use.”

in the traditional examination paper. Candidates choosing as one of their

three on"Paper II an imaginative question, may show they are abje to enter -

into the spirit of the past if they have an gasy facility for the essay, but

weaker candidates may havé difficulty revealing their apprecidtion of the"
past in this way. Certainly at C.S.E. level in England this is true of many.

" who can show this insight orally or when not pressurised in the examina-
tion room. The capacity to study on one’s own, the skills of research and
so on can surely only be revealed over a“period of time. T,

But whether we like it or not we are all being forced ® examine our

exams. From many quarters.blows rain upon thé orthodox History

teacher: social studies or the humanities joffer greater relévance we are
" told; the aims and objectives game must be played to Bloom’s or later
taxonomic pafes; the psychometrist, now challenged in his sphere-of
intelligence*testing, moves his dbjectivity into our question setting. No

TN N . . . 9
The \ﬁrst of thése aims—understanding and judgement—can be tested

<

longer will “Write all .you know about Mary Queen of Scots” suffice, °

however it may be delicately reworded year after year.
-, The issues cannot“be ignored. What is History? Why do we teach it?
Can we . . ."Should we'. . . test it? i
. . A
The Certificate of Secondary Education ' A

In Engla,n? the inauguration of the C.S.E. ppened the floodgates if the
years from 1963 onwards to this-tide of questionjng, and the present
re-examinationof syllabuses and methods in Scotland may, I understand,
be equally traimatic. Por the importance of the introduction of the Project

“into an examination cannot bg underemphasised. . It must Igad to a radical
réthink of the whole concept%f
be incorporated into the normal ex#nination mould: objective testing for
instance may appear to be a frightening departure from the essay answer
but in its search for scientific objectivity, it really only hones the conven-
tional weapon sharper, leaving undisturbed the conventional relationship
between examiner and teacher. But the ircorporation of the project
upsets this apple cart-and for this reason it'is approached much more
suspiciously by the conventional teacher—and rightly so. :

It moves the process of assessment from a saniple of the pupil’s perform-
ance, encapsulated on paper atone point in time, to the compilation over a
period in time of evidence of a pupil’s enthusiasm for the subject. The
project can put the passion backl{int'o assessment, as may have been-the
case when the higher literary essay was first used for entry into the public
seryice, thereby leading to the public examination system as we know it,
suitable no doybt for the literary few, but completely irrelevant to .the
majority of the population who are not required to-write succinct minis-
terial briefs under pressure. .

v
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assessment. Many other innovations can .




The Specral Study

fet us therefore “consider in more detail the aims ofa Speclal Study in

" History as defined by the West Midlands C.S.E. Board*some ten years ago

+ ~and still accepted [as the -classroom teacher’s_brief. There are fiftéen

¢ Boards in England eacht with individual'rules for the Hrstory Project but
the West Midlands is reasonably typical. .

The Special Study is ‘valuahle for two broad reasons. Flrstly, it tests
those qualitiés which the good History teacher would wish.to encourage
7 (" int addition to theretention of factuat knowledge and historigal réasoning
tésted in a written paper. Secondly, it should provide an incentive tq

should it then test? . . . basically . . . it should-prove-a challenge to the

subject in depth, to read widely and to examine source material, It isa
- not pretended thagthe candidate will be engaged in" histotical reséarch
but he. may With gtiidance gain somethrng of the thrill of seeing History

at its source.

Many teachers will be aware of the str;ulus provrded by v1s1ts to

archaeologicaj sites, h1stor1c ouses_and thuseums . . . which could
.» provide a starting pornt for the nclusi

' in the examinatipn,
Another body dJf History teachers preparrng for the examination in the

some aspects of local history

the development of concepts, but also of motivational;factors such as
enthusiasi, curiosity and persistenice; 4nd of the pupll’s capacrty to
.~ recognise bias and prejudice. -
: Now it is one thing to assume that an historical course includes the
encouragement of such personal qualities, it is another to proceed to

examining process then one:cannot duck the consequences. “How does
“the examiner know,” the sceptic will ask, ‘“that the project has not been
, copled from elder.sister “How do we 'know that Dad has. not written
. . 'the concliision?” “What about the pupil with access to the local library

Sally*particularly lucKy to have been taken on holiday to York . . . Edin-
., burgh . . ¥ Florence so that she could collect all those beautifiil prctures to
adorn her folder?” What does the teacher do with the poor pupil who
cannot cope and needs extra help in order to.finish a project at all?
~And, of course, all these are valid objections. if we are still playing the

“the examination against the wiles of ‘those devilish examiners who keep
- changing the rules in order to thwart me, the classroom teacher?
.« _ But the £.S.E. in England has changed the rules of the game anyway;
[ fully teacher controlled, it accepts a. partnership of assessment in which
. the verdict, of the teacher, subject to moderation or validation whichever
term you préfer, is an integral part of the examxnatlon -

23

teachers to use'methods of teachlng which in the past have nof been’
considered - appropriate in examination "preparation. What qualities -

candidate’s persrstence and thoroughness to hjs ability to e¢xplore a -

° South East spoke of such factors as the recognition of causal effects and

’ examine them. If one agrees to allow this kind of dynamite into ‘the . .

: - compa ared with the lguplls in a socially disadvantaged area?” “Wasn’t

tradmonal examination game: how do I get more of my puplls through -
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"+ There is'only orig pefson, to put it at its crudest, who can tell if Sally
ip cheating; or mote¢ positivelys who can adequafely assess the enthusiasm,
the curiosity, theuperseverence hich Sally has Brought to bear upon her
basic historiéal ‘resources, resources which may vary in quality and

4

History teacher.” - . . ;
. . ry KO , - PR
", . Choice of and its Presentation’ .. ' e

o~

g e . J. 2l ; - o . : 7 'k.
The choiee of subjéct matter.is vital and so, again in the words of the .

West Mid] anel; . :

. in the choiékof topic and in the pattern’ and_direction of the work.
AR ?Jfly asteachet can judge‘what is right for his pupils and the Panel
- helieve
miven. i e e ~
- Some téichers may wish to focus all Special,Studies on aspects of
./ the syllabus being studied . . . Other teachdrs may fecl that their pupils
,would berigfit by working upon_sonte othér period of History and
*consequently:- would allow (puplls to choose subjects divorced from those
-/ coveredvnithe syllabus. " ' ’ ' ‘
-+ The proj
-/ parametefs-niesd. _
‘work altjxdﬁg‘ﬁet~;this is usually implicit in theé scale of m
* proportionate to-the total. Most teachers would agree that: -

14

i In" a piece
Ty ‘standard of-written English than in a written examination. ‘At the

' same time there will be:a place for neatness and clarity of presentation.
N ~ The judicious use of appropriate illustrations, photographs, maps and

diagrams should be encouraged.. S
~  But although this is the most usual form of presentation some pupils

-

- . L3 ) . “ . ’ . )
vill usually emerge as.a folder of written work and some

way hnid these can be equally valid both, as education and as a means of
.. * 7  examination, ° , o P
R The West Midlands .Board grasped firmly the challenge presented by

-« the weaker candidate who without help could not produce an adequafe

project, and also the néed to ensure that the work done was a true educa-
tional experience ongoing and developing. - . -¢

Having helped the pupil-in the choice of topic and discussed possible
methods of presentation” the teither should guide the progrt‘a(émof the
work by checking reguldrly and promoting fresh linés of attackss, . The
pupil cannot be allowed to flounder, otherwise the educational value
ofythe work will decline. The amount of guidance must be left to the

‘ - ‘24 ) . Ji - .

Cwo2s - .

quantity, depending upon her choice of topic. ,That one-person is her -

& ) . p - - b - s
pecial Study is primarily a{\;est of the ability of theycandidate to

4 - work: individually on historical material but every teacher will realise

-« = . his respofsibility to his pupils and naturally will wish to offer guidance

oSt strongly that the greatest .possible freedom should be

esd to be defined in.terms of Iéngth or time s ﬁt upon the:
rks awarded.

f work of this nature the Panel would .expect- a higher .

) Y can nowadays use nfodels, tape recordings and’dramatic presentations:
~ as ways of expressing both their knowledge and insight in a more personal




dlscretlon of the teacher and' 1t“1s reallsed that the weaker pupils wx]l
“nbed considerably more help.

This help is best given by Jiscussion and work should not be marked .
in the ‘Conventional way, corrected_and rewritten so that it becomes
vu'tually that, of the teacher and not’ that of the pupil. :

<
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English Boards - viry.in the proportlon of the final marks aWarded to.
the project as against. those ‘given to the final exammat.lon and some
Boards only make the project an optlonal feature,

: ¢ East Midlands Board only-awards 20%, but adds to" this another— -
10% for a teacher’s.assessment of “oral response and historical knowledge
reVealed througheut. the course.” In thé- West Midlands area the project
is worth 2577 but it has to be done by all candidates, whilst in the aréa
. of the Northerr Board it is compuisory and rates as 40%, of the ﬁnal‘

: exahimatlon. ‘ .

Anotlfer dlﬁ‘erépce of 0] mop arises qver .the lmportance of the oral -
examination and,'ih most chses, this-is .one method whereby the “outside -
moderator samples and checks wupon the standard. . Somie ‘regulations.
require the classroom teacher to conduct an. oral for its own sake. Of
course, under Mode 3: regulatlons (the system whereby the school’ sets
its-own examination upon its own syllabus) greater emphasls could be
placed upon project work. of varying kinds.

"Marking is in the hauds of.the teacher sabject to moderatlon by a -
reprmentauve of the Board; usually an experienced teacher himself -
assessing the,standard of a group of schools.with which he will work
over ‘the whole two years of the exammatlon course. In other cases
moderation can be a group process. .

_ Discussion. of the ‘skills which should bé revealed in a pro_lcct is the
'area most likely to lead to violent disagreement between teachers depending
upon their conversion or otherwise to the *‘aims and objectives” approach.
In my experience, teachers _FM great deﬁculty in deciding how to appor-
tion precise marks based upon definitions whilst, on the other hand,
they agree quite quickly upon an order ‘of merit if “folders” are sxmply
sorted. into five grading groups, redivided if necessary and marks are’
awarded in this way, automatically ensuring a spread.

The East Midlands Board awards its 20 matks as follows; .

1. Historical content and relevance of matter e 8_mai‘ks
-2 Originality. of work, evidence- of readipg aqd research - -8 marks .
*3. Presentation (mc]g\g\glg use of illustration) =~ - 4 'marks

(One might ask hatghappens to the 4 marks if the project consists of
typescript withou 1llustratlons—for many CSE glrl candidates do type. )
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~ Another Board suggests an alternative mark-range td'be ‘used in, whole
- orin part: o ST

" 0-5 Inadequate in most respects, i.e. length, accuracy, presentation.

'6-10 Poqrly thought out and presented although adequage-iii length.

o 11-15 Conscientious in preparation and presentation, but little
: ' evidence .of wide reading or historical insight” .

. 1620 Good clear presentation, sound factual content. Enterprise in

selection of visual and diagrammatic material if appropriate.

20-25 Outstanding in form and content, showing evidence of wide

) " reading and imaginative understanding of the subiect.. 5
* - The West Midlands Board gives the following guidance: -
= .It is suggested that the teacher should not attempt to break down the

qualities to be assessed into a detailed marking scheme. as the work
- will vary so much in type but should mark by impression and take into

L -consideration the following factors of which the first three will be
° genrerally considered gssential to any historical study:
o i." Detail of historical content. : : '

r N X : . .2 . N . .
ii. Thoughtful use of the available material in reaching® conclusions.

iii. Arrangement of work including a table of contents and acknow-
" ledgement of sources used. : ‘

iv. Evidence of variety of source. .

v. Evidence of visits and,fieldwork. . %
_ vi. Aptness of illustrations in relation to the text. ‘
- ~ vii. Aptness of models submitted as illustrative of the text.

Readers should remember that the C.S.E. examination excludes the
top twenty per cent of the ability range and is designed essentially for the
average pupil. A

The task of the moderator,. who may sometimes work alone but may
sometimes be engaged in a group process, in itself a valuable experience
for teachers, is to assess, the overall standard of the projects from one

-school in relation to- those over a wider area but never to disturb the
rank order of the individual pupils as decided by the staff of the school.
. The project may not necessarily be the work of one individual. ‘Group
. work may be the most effective method if full adyantage is to be made
-of local history. For local history can hardly be examined by any other
way than by a project. In a national examination any attempt to set
loeal questions can often lead to the examinee knowing more than the
4 examiner. And yet its value is unquestionable. ‘
‘ If one may quote from the excellent pamphlet published by Moray
. House, Teaching Local History by 1. Ferguson, and E. J. Simpson:

»~ " Whatever the locality and whatever the approach, the stugy of local
- history is an indispensable part of an historical education-t-indeed of
any kind of education. It provides an excellent complemeént to the
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. purposeful study of contemporary and world history. As W. G. Hoskins
has written: “Whlle world histories sweep ecumenical horizons with
powerful telescopes, the local historian utilises an equally valuable
instrument—the microscope.’

~ But even these authors imply that local history can only be ‘included
in a history syllabus well below or above the normal examination stage.

However a group working upon locaPresources in'the way these authors

describe can indeed be examined by the project providing one places one’s

faith in the professional-integrity of the teacher and allows him to dis-
entangle the contribution of the individual pupils for assessment purposes.

Further Developments

In England, the seminal influence of the Certlﬁcate of Secondary Educa-
tion, probably the greatest single contribution to in-service training in the
past 25 years, is beginning to be felt in studies taking place on the feasibility
of a joint 16 plus examination for the majority of the age range. Despite
temporary setbacks due to rearguard action’ by the independent “O” .
level Boards, the 16 plus examination must come as an inevitable corollary
of comprehensive education. The project must then be accepted as an
integral part of any examination for all ability levels.

The project has been accepted by the teachers and admlmstrators
engaged in the feasibility study prepared for History by the Southern
Regional Examinations Board (C.S.E.) and the Oxford Delegacy of Local
Examinations. In so doing they have mounted both a careful justification

a

of the concept but also some well aimed warnings as to the sloppy nature .

of some project work if the teacher involved has not sufﬁclently considered
his methodology. Teachers who wish to include the project in their.
examinations should carefully consider the Panel’s suggestions:

Two of the major problems that have been encountered both of which
have direct implications for assessment, are:

-(a) the intensity of treatment which should be given to the chosen topic
" or, in other’words, the degree of generality at which the toplc
should be chosen and treated;

(b) the difficulty of ensurlng that marks glven for projects are wnder
spread. Too often the project fails to make its intended contribution
to the assessment as a whole because of the bunching of marks at
the top end of the scale employed.

Certainly the first of these is of considerable importance and brings one
back to the skill of the class teacher. The second can be avoided by
impression marking into groups in preference to the use of detailed
.marking schemes. But sloppiness is best avoided .by definition of the
skills the projett aims to test.

The project can,test a range of skllls beth simple and complex and can,

thus provide an excellent vehicle for sttidents at all levels to show their

mastery of them.’ Great cAre needs to be taken in defining these skills

' and in the creatlon of criteria for subsequent assessment based upon
"1

-} * ) . . 27

b4




. the Certificate of Extended Education is already being taken by thousands -

.

them. It is also worth considering whether all projects need to be
-finished or whether one would ask students instead to indicate the
kind: of questions which they would need to ask and answer if they
were tackling a particular subject, the kind of evidence they would
- expect to find and the difficulties they might expect to encounter.

The project might then .become a rather different sort of exercise
culminating in an oral session. - - IR

And- so, in England the debate continues as the C.S.E. experience
moves both into the “O” level field and also into the Sixth Form where

of candidates even whilst the Schools Council through its Examinations
Committees prevaricateés and proliferates schemes for the reform of the
sixth form examination system. :

However anyone engaged upon reconsidering aspects of the examining
system in Scotland can hardly ignore the project both because of its
regular use as a teaching tool in the classroom and more pertinently* in
the library and in the field. A careful look at the C.S.E. examination in
England. could hardly fail to be fruitful and one would suggest that its
inclusion into-the normal examination could help to avoid the sad dis-

illusionment with History as a subject by the school leaver as is so often *

the case at present.
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- Some A5‘>’|0‘e.t.=ts,.0f the Na‘ture of
Curriculum Evaluation E .

B.J MCcGETTRICK, Lecturer in Educational Psychology, Scottish Centre
Jor Social Subjects, o

It would. be difficult in an article of this length either to touch on the
variety of views which exist on curriculum evaluation, or to explore in
depth any one of those views. It would also be theoretically impractical,
apd practically impossible to suggest to those who become involved in
curriculum evgjuation any one best way of proceeding in.a particular
situation, The purpose of this brief article is more to' higlilight some of
the aspects of curriculum evaluation which have a bearing on a variety
. -,of evaluation contexts. T o . .
Having said that, the point must be conceded immediately that there
is a wide variety of styles of evaluation, each-of which will be more or
less useful for a particular purpose. These styles may differ not only in
kind (i.e. in what glley attempt to do), but also in degree (i.e. in the extent
to which they attempt to do it). Examples of styles of curriculum evalua-
tion which differ in kind, and which are commonly .contrasted in the
current literature are the “psychomettic approach” and the “anthropo-
logical approach.” The former leans heavily on the psychological and
astrological - traditions of identifying intended outcomes and measuring
how successfully these have been achieved. The psychometric approach is
typified by the writings and work of Tyler! in the 1940s,and by many
-disciples since that time (perhaps including most workers in the field of
programmed instruction). The “anthropological approach” to curriculum |
evaluation js of more recent vintage. It dwells on the principle that in
, evaluation there are so many variables in the learning environment that
-+ anattempt must be made to analyse this environment to detect the *signifi-
cant” aspécts which are likely to affect the success of a curriculum project.
_ This success may be described in terms of implementation, amount of
* learning, or in some other way. An attempt to outline this approach to,
or style of, curriculum evaluation is given by Parlett and Hamilton in_
their discourse on “Iluminative Evaluation.”2 It is possible to identify
differences in the degrees to which each of these stereotypes of curriculum
evaluation rely on measur®ment and on points of view, and many theorists
and workefs have tried different “mixes.” However, it is not the intention
here to provide a “Who’s Who® or-even an obituary of such pioneers.
Nonetheless it is important to recognise that the evolution of the art of
evaluation seems to be blurring the distinction between the stereotyped
approaches. This is perhaps partly because of the decreasing influence,
or the.increased incredibility, of the lunatic fringes, and partly because of
* the increasing democratisation of the process of evaluation.
For many workers in the field of curriculuni development the trend is
still to give increased credibility to the afthropological approaches to
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. evaluation. This shift from the psychometric paradigrh has been the
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result of pressures from-a number of sources. Such sources have included
the philosophical slogan that ‘curriculum evaluation is essentially ‘the
process of collecting data’ which will help decision-makers make more
informed (rational?) decisions. Another source has been the theoretlcal
and somewhat morbid viewpoint, that there can be no ‘“‘rigour” without-
“mortis”—a sounding of the death knell on the formulation and measure-

. ment of the pre-ordmate objectives as the one way to evaluate a curriculum.

It would be cynical to 'suggest th ther reason for the acceptence of
an alternative approach to evalua¥i on has been the inability of decision-

‘makers to understand the implications of psychometric information,

hence their rejection of it. No doubt, too, the anthropological approach
to evaluatnon has acquired currency because of the relatlvely unstructured
framework in which the studies are conducted, -and in the method of
reporting the evaluation. Evaluators seem happy to engage in the dialogue
allowed by this model, presumably because such dialogue offers them an
opportunity to become involved with a surrogate peer group which any
Freudian will admit has been missing from their “milieu” for.some time
This trend in the perception and practice of ev flluatlon has been marked
by arash of “‘theories,” ‘““models,” “paradigms,” and other generalisations.
Many of these are little more than sblutions fort which there are no prob-
lems; most offer useful perspectives on the task of evaluation; but none
offer the complete acceptable framework for all evaluation studles *The
reason for such models being partial is that, like most models in educatlonal
theory, they do not take adp equate account of the particular context in-
which the study is taking place

While from a theoretical v1ewpomt it 'seems eminently desirable to

" suggest that.an evaluation activity should marry, the relevant or desirable

elements of both the psychometrlc and the anthropological. styles, .the
broad issue of *‘balance” in the methodology of! curriculum evaluation is
not quite so easily resolved. Only when a clear jtatement of the purpose
of an evaluation study is made, can an attempt ¢ made to attain a satis-
factory evaluation style. Until the early 1970s in Scotland, curriculum
evaluation, if it could be recognised as ‘a happening” at all, was carried
out mainly by members of departments of Education or Psyehology in
universities or colleges of education. The background of such studies has
been “academlc, and, until recently, evaluation -procedures:have been
based more on “action research” than on the more|descriptive or analytlcal
nature of current evaluation practice.

In Scotland there is not yet a noticeable move tp transfer resansxblllty
for evaluation from academic institutions to local authorities and schools.
Nonetheless thete is a growing.awareness at the|practical level-—one is
tempted to say at the level of the real decision-haker—of the value of
such studies. This realisation is perhaps inevitable at a time when the
curriculum is being regarded more and more as a legitimate vehicle for
implementing social policy. It could be argued tha only when evaluatlon
contributes to more responsible action does it become “good evaluation.”
The move towards such a situation will depend on ﬁoth "decnsnoll makers”
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- and evaluators.” Halcyon days are coming for the “Evaluator Kings!”

(Apologies to Plato, ef al.). . . ‘ :
In the academic. world, ten years'ago, it would have verged on bad
faste to discuss the influence of the political arena in judging the success -
or failure of an innovation. To those involved in evaluation studies

_ this is now an area of concern, 4nd one which has evidently emerged as
“one for legitimate study. The prggblems which arise as a result "of such
S ,

<

‘a development are efhical as well

| political. : ‘
Some of the political issties which arise in evaluation studies occur from
a redrawing of the boundaries of responsibility and power in the educa-
tional scene, and.in particular the changing access dcross such boundaries.
It is difficult to“describe the place of the evaluator in this cartographic
exercise because of the necessity for each indivigual to come to terms
with his own context in accordance with his varigus perceptions of that
context. This may appear anomalous at a time when teachers are being
asked to exercise more professionalism in the development of their own..
¢ourses, and simultaneously dre being made accountable for their pupils’
progress. The exercise of personal initiative and power within the con-
straints of such responsibilities can be difficult, and the evaluation of
any coursé or innovation must take account o all the forces which
operate within the classroom even although they may derive from outwith
it. These forces of freedom and accountability which seem to operate
in different directions, are likely to cause tension in the conduct of evalua-
tion studies. This-tension may be identified at 2" number of different
levels. * For example, at the curriculum design stage ithe style of evaluation .
may be influenced by the attittles of the designers to such variables ag

the aspects of the gqverall strategy fof” curriculum implementation or

management, or pupil motivation or learning. Tension may be illustrated
again in the pefceived dichotomy Wwhich has already been referred to®
between the psychometric and anthropological approaches to evaluation.
At a practical level the tension is recognisable in the changing kind of
reporting of evaluation studies. The telephone directory scale of research
reports which have been valuable at least in insulating and soundproofing
the walls of ivory towers, has _given way to a more comprehensible and
effective style of reporting. This newer style is chdracterised more by its
variety and its ability to communicate than by its dimensions. It is
reporting by discussion and debate, and at times by the written word. To
coin the phrase—the medium for reporting repfesents its message..’

To those who are involved directly in evaluation, or who see themselves

‘as “decision-makers,” or other clients of an evaluation process, the

issues which have been raised have obvious ethical implications. Is the
evaluator a servant of decision-makers or of those .who commissioned
the evaluation study? Should he be independent of the vested interests
of the people for whom he is carrying out the study? Should the tech-
niques he employs be only those understandable by the clients of the
study, or should he have the freedom to produce the kind of information
he thinks most valuable, whether or not this can be understood by his
clients? Since an evaluator must be selective in the kind of information
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he collects and submits to his clients, should thisgbe designed to highlight
flaws or limitations in the curriculum, or should it avoid, or not consciously

- always scek problems? Should the evaluator purposely furnish information
to affegt decisions, or should he be purely descriptive or analytical irres-
pective of implied futyre decisions? Should the evaluator be free to make
any decisions himself? In this variety of factors and issues it is likely to -
be difficult to find a formula which weuld reconcile the wide variety of -
Views and interests which’ may be expressed. Yet it is important for the
evaluator to find his own solutions, make his position known, and work

¢within this context, - _ ¢ .

To anilyse the broad national®context of curriculum evaluation in
Scotlakd in any significant detail would take too long.. A number of
-observations on this context are, however, pertinent. Perhaps the most _ .
obvious paradox is i the perceptions of *“the &lients” of the evaluation
process. To be effective the evaluator must be seen to influence action
and, in effect, that means teachers. In fact,. there is at best a one-way
communication ,pattern from-teacher to evaluator, and then to “the
politicians” of education. There is some justification for suggesting that
if evaluation is to perform a useful function then this pattern of communica-
tion ought to be reversed, or, more obviously, be transformed into a two-
way process. Whether such.a'changed pattern would be successful ‘in
helpinig teachers become more effective is another question, the answer
to which seems to depend largely on the style of the evaluation, its
credibility with the individual teacher; the amount and type of personal” *
contact between evaluator and teachey, the degree to which evaluation
results confirm or contradict previously held views by the teacher, and so~ .
on. The influence of curriulum evaluation in the Scottish system is likely

_to be'the most obvious at the level of national policy-making in curriculum
development if it is going to be influential at all. In effect, this,means that
the Inspectorate, the Scottish Certificate of Education Examination Board,
Curriculum Development Centres, and perhaps locals authorities, are
likely to be the main users of evaluation information. Part of the problem
of seeing the value of evaluation in the future for individual teachers is
not that it is irrelgvant, but that it is not irrelevant (or different) enough
from what they think they are doing, or ought to be doirig, at present.
Evaluation, if it is perceived at all by teachers, is perceived to be associated _
with research or it is what happens anyway in the process of teaching. .

It might be claimed that all that evaluation can provide is a base level
of generalised information. Teachers operate ‘in particular situations, :
and their interest is rightly in these situations. . Evaluators have too often *
attempted to remove that particular situation to fit a general hypothesis or
model. They therefore operate at a level which is different ang in-
appropriate for the teacher. To understand the actual and possible
contributfons of all the participants in the curriculum development process
a clear view of the role of each person in the process is required.

To those involved in curriculum development it is a salutary thought®
that developments in the curriculufn are perhaps not dramatic enough to
have had-an impact.- Indeed if we are to believe that we are going through
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o .. . .
a period of curricular metamorphosis, and this is no doubt why curriculum
”  evaluation is with us, there is little need for any formalisation of method- |, °
ologies in curriculum 8evelopment or evaluation. o :
By now it must seem obvious that one of the most important contextual
variables for the evaluator is the curriculum development. Such a realisa-
‘tion probably contributes to the psychotic: nature of evaluators si:j_//

-~

" ' curriculum development is wrenched between the means and ends o
" - education; between the aims of a development and the aims of education;
sbetween the motives of the developer and those of policy-makers; between
 the values of institutions and the demands of society; among others.
Curriculum development might be said not to possess an obvious unity
because of the various activities going on under its name. Since curriculum
evaluation is always a secondary activity to the primary one of developmept
“can it claim to be in a healthier condition? ’
Since in the future we will be faced with knowledge which has degayed at
an exponential rate, we will be left with dead curricula. To avoid the
prospect of living with their own skeletons, evaluators will no doubt
tontinuously rejuvenate their craft to make it appropriate in catering
or. the prospect of curricula which are likely to be increasingly information-
+ poor but educationally-rich.

“
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Reflections on European Studies
R.‘,\A. WAKE, S'taﬁf }nspéctbr, Depar:tment of Education and Science.  *

It is not the purpose of this essay to supply statistical details ‘of European
Studies in.schools and colléges, or to list new courses proposed or set .
going since British entry into the EEC became“increasingly tertain. I
have, hqwever, tried in, this period to keep myself genérally informed
about developments of this kind. which have been numerous, ranging from
proposals submitted, to the regional boards conducting Certificate ' of
Secondary Education examinations for pupils of 16, to the degree courses -
for which the Council for Nattonal Academic Awards agcepts responsi-

Dbility. .. S ,
Faced with the task of ‘reviewing a development which has become

something of a mushroom-growth in the past few years, one is struck by

the question—bégging and confused thinking that pervades many approaches

to European Studies. The small band of committed enthusiasts for

_has, een joined by a growing number who see this. development as a

-work in European Studies.

choosing Bgrope as a focal point in historical, cultural and social studies

possible” answer to some difficult educational problems. Amongst these
must- be mentioned ‘the question of what to teach about Fragce and
Germany to those without much aptitude (or perhaps opportuni

learning French and German; what to do to extend or revivify gene
studies for the 16 to ‘I8 plus group; what kind of diplomas or genera
degrees to develop in colleges of higher education which are not univer-
sities. For all these motives, there is now a proliferation of proposals f

- _An examination of a fairly Jarge sample of proposals, or, of schemés
already in practice, or indeed of the work of committed centres or associa-
tions does leave one—at any rate, it leaves me—worried, and’ ankious to
promote a dialogue about, what it is that we are aiming to achieve. I

“have to take it that European Studies are a form of area study, and that,

in one way or another, they should provide for integrated or combined
study. , . ) : .

The first thing that must be noted is vagueness or confusion about the
area itself. What is this Europe that is to be studied? Most schemes
that I have seen are in fact concerned with aspects of Western Europe,
and yet people seem extraordinarily reluctant to say so, for example, in
the titles themselves. Confusion, after all, can be very elementary. ~“On
January Ist 1973, Britain joined Europe:” “We're in,” as one newspaper
shouted. For many years to come, however, many of our schools, colleges
and universities will be teaching what are apparently two separate and
distinct affairs, called ‘‘British” and *‘European™ history, from some date
to some other date. A very considerable discussion can. be opened up
about the area itself that i$ to be the object of the area-study; one proposal
for a non-vocational degree was concerned with “European and Russian
studies.” I do not wish to labour this point, but it is abundantly clear
34 ' -
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to me that there is a lot of work yet to be done if these confusions are
toybe dissipated, v . ;

If, the area §uestion is vague equally so is the matter of educational aim:
why, precisely, does one in:any case wish to develop European Studies?

Orie preliminary proposal Isaw recently said: “To make people into good r
. Europeans.” This statement was dropped after discussion, but it does -

indicate the nature of the problem. Andcther theme put forward was *“to
enable a long-distance lorry driver to understand something of the countries
he would be working in.” Other schemes seem to have, as an implicit aig,
the compilation, real or metaphorical, of a handbook' of essential basic
information about Europe-—whatever Europe is, European civics, so to
speak, instead df local civics. This kind of aim is usually an aifn to be

found in.schools. In higher education, aspirations tend to be grander— .

but no Iéss confused: ot else no aim is stated at all, presumpbly because
it is felt to be self-evident.

I am quite certain that aims must be stated, objectives defineated. Only
when this is done can one decide-which disciplines. will *help you to get
there. The grouping of disciplines has to,take place in accordance with
the objectives and so there will be variable groupings. It is unwise to
assume that a’particular arrangement should be a permanency. Central
to this is a clear mind about those for whom these ‘“European Studies” .
are intended; from this will come the necessary thinking about metheod-

_ology, resources and assessment. One must also remember that, whilst
adults may decide it to be extremely important that pupils or students
should “know about Europe”—or to use another phrase, “develop a
sense of Europe”—those at the receiving end may disagree. Dictated or
copied notes on the structure of EEC will be just as boring as dictated
notes on how local-govermment works. We have always been greatly

concerned with what people ought fo know, but in fact no limit can be -

set to what ought to be known. Students themselve may decide that
European Studies are no more than extended »pamchialism,‘a?’g that the
whole. world and its. problems should be our theme for investigation.
If there are strong curriculum pressure groups for European Studies, so
also do they exist for World Studies, for ““one world,” for ““international
undesstanding,” for African or Latin American or North American
Studies.  All face the same problem of defining their aims and deciding on
the means necessary to achieve them. - .

The case for European Studies is not helped by the hidden motives
occasionally’ to be found. These deserve some examination. What, for
instance, is the place of what we call ‘modern languages? One point of
view maintains that-they have no special role, especially if one keeps
-in mind that usually it is French and German that are in fact involved.
It is not feasible to talk in terms of téaching French history in French,
or talking about German institutions in German, but it is arguable that,
for those who cannot actually do French’or German, there is considerable
educational value in learning about the customs, newspapers, railways,
wines and cheeses of these areas. Another point of view, however, has
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” certainly been maintaining that European Studies infers a ‘working know-

ledge of a European language other than Engllsh and quite a number of
schemes in this field have indeed been “masterminded” by the. modern
languages staff in schools. This raises the whole question of which tail
wags what dog: who is taking over whom? Time and again, in looking at

. syllabuses and schemes, one realises that they have been drafted by the

modern languages staﬂ’ or by the geographers, or by the historians and
that a place has been fo und one way or another, to bring in the classicists-
and others. This is a method guaranteed to build up resistance and
opposition. It-cannot be stated too often, or too emphatically, that any
scheme of studies should be evolved by equaI partners. This seems a very
simple prmclple to enunciate until one sees how rarely it is operated.
What .in fact are the objectives of European Studies if they are to be
taken seriously and not as a grandiose name for more elementary exer-

* cises? Presumably they are to identify and study certain patterns of

belief; prmcxples for action, certain achievements in culture and technology
that ongmated in and were developed in an area for convenience called
Europe. It is difficult in an article such as this to gauge how much time
should be given to examining “the idea of ‘Europe.” "As an area it has
had changeable frontiers; as a prohferatlon of ideas and achievements, it
is possible to locate the places of origin and to indicate the complex
patterns of déevelopment. Chnstlamty is' not of European origin but it
has been for a long time the dynamnc of European society. Archbishop
Ramsey of Canterbury, writing in a special supplement of The Times on
January 2nd 1973, said, “Europe was created by the impact of Christianity
upon the declining Greco-Roman civilisation and the races which entered
jts territories, Europe both as a fact and as a concept was formed of
nations which drew from Christianity their ideals for life and their con-
viction that man’s exlstence here is the prelude to the hereafter culminating
in a final judgement.”

If this is an acceptable statement, it must be remembered that Marxism
is also European, and that so is Humanism, and Agnosticism. Europe
has been indisputably the greatest power house of ideas in human history.
Politics is European, and so is the system of musical notation. Industrialism
and urbanisationi are European. Nationalism is European; so is fascism;
so is trade unionism—and so on. It is possible to compile this kind of
list, from which an essentially thematic syllabus can be constructed.
There are criteria to be satisfied, based on an incorporation of all the-

- following cultural areas or influences involved:’

(a) the Judaic—and the Islamic

(b) the Graeco-Byzantine, developing into the Slavonic

(c) the Roman-Carolingian

(d) the Celtic

(e) the ScandinaVian-Anglo Saxon.

Perhaps the most impontant of aH areas of mﬂuence, however, is the
modern technological revolution that has transformed the world. In the
writer’s experience, few schemes of European Studles have grasped this,
let alone explored and developed it. .
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Professor Douglas Johnson of University College, London in an
article in New Society (December 28th 1972), analysed the cultura}- elements
_in European life and reached-sceptical conclusions about the validity of
‘most of them. He went on to write, however, that “there is one character-
4  istic that forces itself on our attention. That is technical progress. If
K historians, in their relentless search for origins, com¢ to deny beginnings,
: po-one can refuse to accept that European technical achievéments have
a no parallel in the past or elsewhere.. . . what characterises European history
' is technical knowledge.”
. 1t is"the identification of Europe with-the Roman-Carolingian influence
". that is at the centre of many problems in- European Studies. Sir Robert:
Birley recently recalled a speech by de Gaille in 1952 that finished with
the cry: “Back to Charlemagne!” and he pointed out that the frontiers
of the Six were substantially those of the Carofmglan Empire. It has been
understandable that EEC has become synonymous for Europe, so that
we hmve now Jomed Europe,” but can any scheme of European Studies
that does not give proper attention to other areas and influences such as
the Scandinavian-Anglo Saxon world really deserve the name? How much
can be studied is a different matter, and at what depth, but can one really
study nothing about Imperial or Soviet Russia, modern Scandinavia,
Celtic separatism’ or the problems and achievements of European Jewry,
to make a random sample?
No-one is sensibly going to propose a long slog through the affairs of
all these areas or an analysis of all these problems, so it becomes essential .
to see whether a thematic approach would not permit exploration of
many facets .and situations in accordance with the age and abilities of
! those involved. In practice t}us will mean at- the least an alliance. of
history and geography, sacial sciences, and rehgxous education in schools—
or divinity, philosophy and anthropolog)? in highef educatlon Some of .
the central, unavoidable themes will be: x

nationalism and stereotypes; industrialisation and urbamsatlon the
centrahty of politics; the spiritual and cultural achievement.

) : The last of t.hese raises the matter of literature in translation as a more
urgent question than that of the place of modern langxages
5 “The European spiritual and cultural achievement” is a Yaunting
: assignment but in one way or another it has to be tackled; in which case
the teachers of art, music, handicraft-technology and drama are going to
be involved. In practlcal terms all this ‘amounts inescapably to team
teaching, to lead-lectures evolving into working groups, seminars, dis-
cussion groups; different disciplines will have their opportunities to set
- the stage and start things going, at different times, Obviously there must
be a range from the fairly simple to the sophisticated, but I cannot see
how European Studies can do less than what has been suggested so far.
There are 1dent1ﬁable European achievements and European problems,
European in origin and nature, even though they have spread to and
influenced every other part of the WOrld Nationalism is European, so is
fascism; pollution, 1mm1gratlon “guest workers” and so on, are not.
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One can, of course, study pollution in-Europe, but it is not a European

S“achievement.” ‘T would not bother to make this kind of point were it
not for the fact that I have seen such themes as main elements in schemes
purportmg to be concerned entirely with European Studies.

Our educational institutions have every fight to propose or carry out a
wide variety of curriculum development, but I have indicated what I
would regard as the necessary criteria for European Studies. Less com-
prehensive or thoroughgoing schemes should be more accurately and
modestly named—for.example, French Studies: or Britain- and EEC:
or urban studies and so on. European Studies is clearly riot a new subject.
It is an area study, whether pursued very simply or at an advanced level,
and it will absorb some of the time hitherto allocated to its constituent
parts. As an historian, I can see that a‘good programme in European
Studies could provide a more balanced study of fundamental European
charactenstlcs than is to be found in much existing teaching of British

European history; and I am assured that geographers and the others
mvolved do agree with me. Nevertheless, in a school, for.example, I
would not wrsh to see European Studies replacing the separate disciplines:
people need to have some training in them before (and after, of course, at
specialist level) continuing this training within European Studies. An
integrated study is the brmgmg together of those skills and disciplines

necessary, to understand a given situation or problem. It is a most exacting

exercise; it is not an easy way out nor is it a happy answer to the problem
of what to do with the less able. Its advocates must be quite certain that
they can achieve through it what good separate discipline teaching cannot
achleve '

The charge of ° extende'd parochialism” is rather difficult to rebut. -

One answer is that, if European Studies of a genuine nature are extremely

difficult to devise, to,staff and to implement, then World Studies are’

vastly more difficult. Another is that, if time were to allow. it, one area
study should be paralleled by another: by African Studies, for example
Indeed, many schemes of World -Studies do become. srmply two Or three
area studies:one has to be bold, brave and extremely intelligent to draw
-up and carry out an unremitting full frontal attack on the world, nothing
but and nothing less than :the world. For a school, or any institution of
further or higher education, to commit itself to European Studies should
mean that opportunities are opened.up for drastic curricular re-thinking,
for new alignments and groupings,.for experimental explorations. Once
a decrsron is reached in regdard to which teachers are to be involved,
none are central and none are peripheral: they are to be equal partners.
No major innoyation can be embarked upon without a willingness to

provide the necessary teaching resources. A considerable re-cataloguing
and re-classifying of those already held will soon be seen to be essential,

-and a storage and retrieval system will have to be established.

Most educational institutions will feel—for better or for worse—that
schemes of European Studies have to be connected to examination or

. assessment systems. The number of these is increasing -all the time.

8. . - | N
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One examination development that should not be ignored is the Inter-
national Baccalaureate, which is surely bound to grow in importance as
udents plan to move around. more easily and frequently; and in any

case it offers extremely interesting syllabuses. ' g

Professor Trevor Ropet wroté: #the new rulers of the world, whoever
~ and wherever they may be, will iilierit a position that has been built up by
Europe, and by Europe alone:" It is European techniques, European
examples, European ideas which have shaken the non-European world
out of its past—out of barbarism in Africa, out of far older, siower, more
majestic civilisations in Asia; and the history of th& world, for the last
five centuries, in so far as it has significance, has been European history.”
~ “Many may think that this is.too dogmatic, but it provides a starting point
for considering what the case for European Studies is—other than that
we happen to live in Europe. It also reinforces the point I have made so
. often inthis paper, that Europe is more than Western Europe, and that
all its major achievements must be kept in mind in genuinely European

schemes of work. | ’ '

v~

The following publications of the Council of Europe are relevant:
History teaching and history textbook, revision. 'CCC 1967.
Introducing Europe to senior pupils. CCC 1966 )
Civics and European education at the primary and secondary -level.
CCC 1963. ) ¢

Towardy a European civic education .'dz_:ring the first phase of secondary
- education, 1969. ) -
- Education and Culture, 3 times a year, "~ | -
- There are many others listed in the Council’s “Education in Europe”
series. ) N

Two further publications should be mentioned: .‘

(1) Education in Europe: Schools Systems: a Guide. CCC, Council of -
Europe, Strasbourg, 1970. . '

(2) Sources of Information on European Organisations. DES 1972.




The place of physical geography in schools at-present is rather indetermin- ™ -

. ate, It appears to have a low priority in the Alternative syllabus and it is
_significant that the Headteachers Association of Scotland *strenuously-
- criticised™ -the Alternative Higher for its -“apparent lack of “physical

1

~ Physical Geography in Scottish
~ Secondary Schools

N M( L CIESLA,PrinchaI Tedp];ér of Géogtaphy, Penicuik Hzgh School. .

foundations.” A central place in the “old” geogtaphy was held by studies. -

" of the physical environment, and the relinquishing of this place appears

-not difficult as the interest-of the pupils showed.

to be causing great anxiety among*raditionalists. However, one wonders
if the Joss should be mourned for the realities were surely that such studies

~were barren consisting ‘as| they did of either .gross over-simplifications -
- (rift valley systems, for example) or a perfunctory glance at some of the

- Py

~exotica ta" be found in selected morphoclimatic regions- (e.g. zeugens,™> .- -

" yardangs, ¢tc). I would argue for a change of emphasis from the macro-"
‘scale to the micro-scale but unfortunately Iocal environmental studies is
an unhealthy child in many Scottish schools. <.+ e ‘

he SCEEB Examiner’s Report on Performance at the 1973 csys |

. . Geography Examination once again stated that fieldwork continued to

be carried out abysmally by many candidates and that methodology was -

. suspect with the remedy being more tuition in analytical and data collection
. procedures in SVI. This would seem’to: be too late. The grounding in -

fieldwork methodology should be given earlier—the analytical techniques
inSVL Butwhenand how? =~~~ . o o o
Fieldwork courses are the obvious answer and courses which should
begin in the middle school. "All Geography teachers know the administra- -

" tive and other difficultiés involved in finding.time for such courses but . . |

assume for the moment that five days have been available for a fieldwork .

- gourse as has happened at Penicuik High School. Most geography field-

york courses revolve round industrial/agriciltural/settlement studies
presumably because they are easy to organise and give quick results which-
can lend themselves to easy elementary analysis. ol '
Rarely are geology and geomorphology attempted-and one wonders
why. Ate they too.#difficult?” Somehow beyond the conceptual frame-

- work of middle school pupils? As an experiment, a recent field-trip was
" centred on geology and geomorphology. The latter is a notoriously

difficult subject where it is-all too easy to reach facile, deterministic

conclusions. This was avoided at all costs and, in actual fact, the pupils
* saw that the data they collécted more often than not raised more questions

than it answered.. There was a strong bias on allowing ‘the pupils to

practise ‘the techniques of data collecting in -relation to the physical

environment. Certainly such techniques and the subjects themselves were
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The party comprised. 15 pupils from SIII who, with one exception,
were of average and above average, intelligence. . This is a pitifully low
number from those taking certificate geography but it is hoped that, by

> working in the environs’of the school in future rather than by going to a

residential centre, more pupils will be able to benefit. The pupils were
thoroughly briefed on the data collecting procedures and the pitfalls
which are inevitably encountered, e.g. the problems of selecting at random
a sample of pebble deposits; the problems of using’ Cailleux’s sithouette
method of pebble analysis (this qualitative method was ‘used as the
involved arithmetic of quantitative methods would surely have discouraged
the pupils). It should be stated that the data collection was not merely

an end in itself: rather, it was hoped it would encourage an interest in .
- the physical environment. The data jtself was later to be portrayed,

using a wide variety of statistical methods,
Eagh day the pupils were supplied with a fieldwork notebook, 1:63360

"O.S. map, a base map of the area of study on an approximate 1:10560

scale, a brief description of each of the techniques they might require;

- a check list of activities that might be-attempted; clinometers, hammers,

metal files, etc. Emphatically, there wére to be no “talk and chalk”

sessions merely displaced from the classroom Where a crocodile of pupils

would halt and a teacher would expound on the landscape or whatever
before him and occasionally strike terror or silence into a child by asking
him “What do_you think happened here, then?’ When _teachers did

.- “accompany pupils it was to indicate places where data collecting techniques

might usefully be employed or to attempt to answer queries the pupils
themselves might raise. Each evening the data was sifted, put into graphic
form and the day’s events discussed. Whenever the question arose, as it
inevitably did, the emphasis was placed on what might have happened.

I’ the geology field, therg were several distinct interests:—

- 1. The pypils were to try data collecting techniques in the field. These
included colour—scrape—scratcK tests, measuring angle of dip of
strata and slope of river banky/ noting evidence' of strata, presence
or gbsenee of grains. A far bétter method, surely, of discovering a
cataclysmic event such as the Highland Boundary Fault by seeing
the change in the angle of dip of strata moving away from the fault
system rather than a chaik line on a blackboard stretching from
Stonehaven to’Helensburgh? Forces had contorted rocks as if they
were plastic and yet hammer blows at conglomerate barely chipped
the surface—a point not lost on the pupils. . :

They would note correlations between the rock types, stream flows,
gradient of immediate river bank and its land use. They move
from schists through dolerite dykes and onto Old Red Sandstone.

3. It was hoped that they would not be content merely to chip at rocks
and play with clinometers, but that they would be interested enough
by their discoveries to want to enquire further, Happily, this turned
out to be the case. Again it should be stated that the staff tagged
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“along as Teservoifs of knowledgefencouragement to° be used if
needed, Some days the pupils worked entirely on their own.

4, We hoped that the pupils would gain-an impression of the immensity
of geological time and space. What better way to gain an impression

- of the insignificance of each person’s life-span compared to geological
time than to examine, in an abandoned Glen Esk cemetery, a grave-
stane composed of*Old Red Sandstone (and the nearest such deposits
were 10 miles down glen), to note that the man lived in the 18th
century to an age of 48 years and to know that the headstone is
400 million years old? ' g ‘ )

A field-trip with no reference to human geography would have been too
ariﬁ} and esoteric and reference was made continually by the pupils to
the cultural landscape, e.g. sandstdne weathers faster than schists and

" yet many local houses are made of ‘sandstone—why?; would the mill

wheel of an abandoned, derelict mil} have been made of dolerite?; sand-
-stone seems to weather to a good soil, etc. Co

As far as the geomorphology was concerned, there were two areas of
interest: a recognition of glaeial features studied in the clagsroom and,
secondly, an attempt at river/coastal studies, It is a truism that no amount
of visual aids can describe the grandeur of a corrie as adequately as
looking down several hundred feet from a snow-flecked ridge into one.
Apart from measuring slope angles and applying pebble silhouette tests
to drift and odd scree deposits, no landscape measurement techniques
were used. One pupil was impressed by the vagaries of the random
dumping o“s glacial till and indicated a field where seedlings struggled
through unsorted boulders whilst its neighbour was virtually boulder
free. The fact that the farmer may have cleared this field at some point
did not destroy what to him was a valid conclusion on the environment
from the evidence before him. :

River studies were attempted as it was possible to follow some virtually
from source to mouth but also because within a relatively short distance

were found a wide variety of river types—from mountain torrents to Jow- '

land misfits. The usual measurements—width, depth, velacity, etc.—
were attempted. No attempts were made at hypotheses testing as this
_ was felt 1o be beyond the pupils in SIII given the host of variables involved.
Before attempting an analysis of the success or otherwise of this venture,’
it might be said that past experience has shown that there is a tendency
to attempt too much during a field week; a reaction perhaps to the relative
rarities of such events in some schools. One advantage of this one was
that the. techniques, methods, aims and objectives remained virtually
the same throughout; the study localities changed but the principles did
not. Through repetition, the children became skilled at-the- tethniques
and more adept at recording the data. .
Some results of the course were very pleasing. The.pupils gained a
- greater insight into the world about them. As one girl succinctly. said
“Stones are no’ just stones anymore.” Some of them seemed to want to
transfer their experiences into their leisure pursuits, 7.e. hill walking might
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become more than just physical exercise. They assimilated the terminotogy
and Cailleux’s silkouettes are now put to use in describing their friends
body shapes, i.e. plump boys are now “well-rounded!” They saw that
rigid conclusions were dangerous and that, in the context of s hing
‘as complex as the physical environment, “might have” is more acceptable.

They saw that rivers alter the landscape as surely as glaciers and that rock .

types affect coastlines. They discovered that life in a glen is radically diff-
erent to urban life and more directly affected by the physical environment.

Everything was not an unqualified success. It was hoped that they would
be able to handle a sorting test using 2 measuring jar, water and a measureg
sample of material chosen randomly from various deposits, the aim being
that they should see that water borne materials were highly sorted com-
pared to till from a cultivated field. The tests were very badly done with
the main faults being in the timing. This technique will be dropped in
future. The evening sessions were not as successful as hoped. On some
occasions the statistical represeptations were beautifully done but at other

¥ times their attention span was short and they preferred the social activities
to working. A choice might have to be made between cutting down the
time spent on fieldwork™ proper thus giving more time for data analysis
or maintaining the status quo and leaving a lot of information for later
analysis. The latter is probably the better course. Get them into the field.
Let them chip at lavas and sandstones, sort pebbles in a meander loop,
measure river velocities. However, a good classroom follow-up can be
pre-empted by the limited time available. After all, how long can a group
of pupils be removed from the normal certificate class syllabus?

A glib answer would be to suggest that it should be made examinable
but this would be to ignore the realities of both the traditional and alter-
native syllabi. (There is some scope in the Alternative Higher under

- Field Study Exercises (3) and (6) but it is limited.) It is interesting that
while the commitment to physical geography appears to be declining in
Scotland, - the Schools Council 14-18 Project—London Consortium
Syllabus, as well as including the Scottish trend towards network analysis,
urban geography and so on, has Unit One devoted to physical geography.
An integral part of this is a study of the drainage basin as a systenr with
an emphasis on locally based studies—and this in an urban area! The
macro-scale studies of the traditional Scottish Higher syllabus are not as
important as micro-scale studies which then lead out to the wider level.
By making fieldwork on physical geography examinable they will ensure
its survival. But what about Scotland? h

Certainly in Penicuik these studies will be continued, and, it is hoped,
expanded. Residential centres need not necessarily be used. A five day
period is not required.- The time could be found by careful arranging of
double periods tp come before lunchtime or'4 p.m. An integrated studies
approach with Science or even Mathematics would further increase any
time allocated. Finally, the expansion of leisure activities could offer
further scope for a “field-studies” approach. More pupils can and must
be reached for this is the best education for concern for the environment.
Out of an understanding, at however simplified a level, of the physical

world comes a concern for that world. What better educational aim could”

there be for geography teachers?
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